









































to  implement  a  Two  Way  Bilingual  Immersion  (TWBI)  Program  designed  for  an 
elementary  school  from  grades  K‐4  and  to  make  recommendations  related  to  that 
process.   
Section  I  begins  with  an  introduction  to  bilingual  education  and  the  different 
types  of  BE  programs  in  the  United  States.    It  also  examines  the  growth  of  these 
programs throughout the United States in recent years.       
Section II presents a general  introduction to the characteristics and advantages 
of  a  TWBI program over other  types of BE.    The advantages and  strategies presented 





highlights  the  importance  of  the  selection  of  students,  parental  and  community 






elementary  school  in  southwest  Kansas.    This  section  highlights  many  of  the  same 
components mentioned in Sections I‐III as they apply to those being implemented in this 
specific  school.    This process  can  serve as a model  for other  schools  interested  in  the 
implementation of a TWBI Program.   
Section V presents an explanation of  second  language acquisition and  some of 
the advantages of learning a second language in a communicative classroom.    
Section VI presents my evaluation of five math and five reading activities used in 
a  kindergarten  class  based  on  second‐language  acquisition  theory.    I  also make  some 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In  order  to  understand  the  complexity  of  the  implementation  of  a  two‐way 
immersion (TWI) program, one must first consider data on the types of programs, which 
have been studied.  According to the Center for Applied Linguistics (CAL) there are 266 
Dual  Language  programs  in  the  U.S.,  with  numerous  decisions  to  be  made  before  a 
school chooses a program model.  Furthermore, the impetus for developing a two‐way 
immersion  program  can  come  from  a  variety  of  sources:  parents,  teachers, 
administrators,  or  research  partners.    Schools  that  are  interested  in  implementing  a 
two‐way  immersion  model  usually  begin  by  collecting  information  about  the  model 
through research centers such as the Center for Applied Linguistics, as well as through 
schools that currently have such programs in operation (2002).    
There  are  several  different  versions  of  the  dual‐language  model.    To  date, 
research  on  which  dual‐language  model  provides  the  greatest  academic  gains  is 
inconclusive.  One model within dual‐language instruction, second‐language immersion, 




integrates  native  English  speakers  and  native  speakers  of  another  language  (usually 
Spanish)  for  content  and  literacy  instruction  in  both  languages.    Two‐way  immersion 
education  has  been  in  existence  in  the  United  States  for  nearly  forty  years,  with 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documented  early  programs  such  as  Ecole  Bilingue,  a  French/English  Program  in 
Massachusetts,  and  Coral Way,  a  Spanish/English  program  in  Florida.    The  growth  in 
popularity of the two‐way model, however, is a more recent phenomenon.  During the 





Bilingual  education  has  been  around  for  centuries.    To  get  beyond  the myths 
about BE, researchers have explored the facts to convert these myths into realities.  The 
following  information  includes  some  historical  facts,  advantages  and  definitions  of 
bilingual education to clarify some of the misconceptions and misunderstandings of the 
past.  
According  to  Brisk,  bilingual  education  dates  from  3000  B.C.,  when  scribes  in 
Mesopotamia were taught in both Sumerian and Akkadian.  The specific languages used 
in bilingual programs have changed over  time  in different  countries, but  the  rationale 
for bilingual education has not  changed much.   BE  is  employed either  for educational 
enrichment  or  to  address  the  needs  of  a  nation’s  multilingual  student  body  or 
population.    Educational  systems  and  families  often  create  BE  programs  to  promote 
fluency  in  a  second  language  that  enjoys  prestige  or  economic  value.    Multilingual 
nations, mass migrations, colonization, the official status of languages, and concerns for 
language minorities also call for BE.  The paradox of BE is that when it is employed for 
the  enrichment  of majority  students,  it  is  accepted  as  educationally  valid.    However, 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when  public  schools  in  the  United  States  implemented  BE  for  language  minority 
students over the past fifty years, BE became highly controversial (2006).   
In the United States, The Bilingual Education Act of 1968 marked a new outlook 
toward  Americans  whose  mother  tongue  is  not  English.    Previously  in  our  history, 
minority  languages  had  been  accommodated  at  certain  times,  repressed  at  others.  





so  many  dual‐language  bilingual  programs  across  the  country.    They  are  challenging 
young people with high standards, high expectations, and curriculum in two languages.  
They are the wave of the future … our nation needs to encourage more of these kinds of 
learning opportunities,  in many different  languages.   That  is why  I am challenging our 
nation to increase the number of dual‐language schools to at least 1,000 over the next 





secret  that  it  was  a  blunder  to  neglect  the  necessity  of  linguistic  and  cultural 
understanding  before  sending  troops  into  Afghanistan  and  Iraq.  Our  forces  found 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• Throughout  the world,  knowing more  than  one  language  is  the  norm,  not  the 
exception.    It  is  estimated  that  between  half  and  two‐thirds  of  the  world’s 
population  is  bilingual;  the  majority  of  people  live  in  situations  where  they 
regularly use two or more languages. 
• Knowing  more  than  one  language,  therefore,  is  a  skill  to  be  valued  and 
encouraged.    Research  shows  that  continuing  to  develop  a  child’s  native 
language  does  not  interfere  with  the  acquisition  of  English  –  it  facilitates  the 
process! 
The  child  who  knows  more  than  one  language  has  personal,  social, 
cognitive, and economic advantages which will continue throughout his/her life.  
• Intellectual:  Students  need  uninterrupted  intellectual  development.    When 
students who are not yet fluent in English switch to using only English, they are 
forced  to  function  at  an  intellectual  level  below  their  age.    The  best  way  to 
ensure  academic  success  and  intellectual  development  is  for  parents  and 
children to use the language they know best with each other.  
Additionally,  research  shows  that  knowing  more  than  one  language 




• Educational:  Students  who  learn  English  and  continue  to  develop  their  native 
language  do  better  in  school  and  learn  English  better,  than  do  students  who 
learn English at the expense of their first language.  
• Personal:   A child’s first language is critical to his or her identity.  Continuing to 
develop  this  language  helps  the  child  value  his  or  her  culture  and  heritage, 
contributing  to a positive self‐concept.   This  in  turn helps students  learn about 
other cultures.  





• Economic:    The  demand  for  bilingual  employees  throughout  the  world  is 
increasing.  The ability to speak, read, and write two or more languages is a great 
advantage in the job market (2000).  
Bilingual Education Models 
 
The most  common  types  of  BE  instruction  approaches  are  known  as  Two‐way 
Bilingual  programs,  Maintenance  Bilingual  programs,  and  Transitional  Bilingual 





Bilingual  programs.   Maintenance  (Late  Exit)  Bilingual  programs  consist  of  teaching  a 
half  day  in  each  language,  typically  in  Grades  K‐6.    Transitional  (Early  Exit)  Bilingual 
programs consist of teaching half the day  in each  language with the gradual transition 
into  the  all  English  classroom  (mainstreamed  in  two  to  three  years).    Transitional 
Bilingual  programs  are  typically  used  in  schools  where  there  are  a  large  number  of 
students who speak the same language: Spanish, Korean, Vietnamese (Thomas & Collier, 
1995).    
Espino  Calderón  and Minaya‐Rowe  describe  a  TWBI  program  as  a  BE  program 
that  integrates  second‐language  learners  (SLLs)—that  is,  English  learners  and  English‐
speaking  students—for  instruction  in  and  through  two  languages.    For  native  English 
learners, the first language (L1) is their native language (e.g., Spanish, Chinese, French, 
Korean, Navajo), and the second language (L2) is English.  For English speakers, their L1 
is  English  and  their  L2  may  be  Spanish,  French,  Russian  and  so  forth.    This  program 







of  these  programs—more  than  two‐thirds—use  English  and  Spanish  (cited  in,  Espino 
Calderon and Minaya‐Rowe, 2002).   
Academic,  linguistic,  and  affective  goals  are  at  the  core  of  TWB  programs.  
Another  goal  of  these  programs  is  to  eliminate  the  isolation  of  English  learners  from 
native English speakers by providing them with a rich English‐language environment and 
by  supporting  their  academic  learning  without  risking  their  native‐language 
development,  language maintenance,  or  academic  achievement.    On  the  other  hand, 
English  speakers  are  given  the  opportunity  to  learn  a  second  language  with  native‐
speaking peer models (Espino Calderón and Minaya‐Rowe, 2003)       
BE  programs  may  be  designed  to  serve  national  origin  minority  students  or 
language majority  students,  or  they may be  combined  to  serve  the  first‐  and  second‐
language  development  needs  of  both  sets  of  students  simultaneously.    “The  major 
building  blocks  of  programs  for  both  sets  of  students  include  instruction  designed  to 
teach  the  target  language,  instruction  in  various  subjects  that  uses  the  target  or  the 
home language or both  languages as the medium of  instruction; and opportunities for 
the continued development of home‐language skills” (Feinberg Castro, 2003).    
For  these  reasons  two‐way  programs  are  also  called  two‐way  maintenance 
bilingual education, two‐way immersion, and dual language programs.  These programs 
serve  language  minority  and  majority  children  simultaneously  in  order  to  develop 
fluency  in  the  heritage  language  of  the  minority  students  and  the  societal  language.  
They encourage socialization between the  two groups of  students and respect  for  the 
other’s cultural backgrounds.  Programs vary in the amount each language is used, the 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subjects  taught  in  each  language,  and  the  respective  emphases of  each  language  and 
pedagogical  approach.    Programs  differ  with  respect  to  initial  use  of  the  heritage 
language and English.  Some begin with 90% use of the minority language; others with 
80%,  and  still  yet  others  divide  both  languages  throughout  the  students’  schooling 
equally.    In  the  first  two models,  instruction  in English  increases with each grade until 
half  of  the  education  is  done  in  each  language.    Though  the  majority  of  two‐way 























when  compared  to  their  peers.    The  success  of  these  programs  made  the  models 
attractive  as  alternatives  to  transitional  bilingual  education  programs  in  the  United 
States.    Furthermore,  studies  of  two‐way  bilingual  immersion  education  found  that 
students’ academic achievement, including English language development, was equal to 
or  exceeded  that  of  their  peers  in  transitional  bilingual  or  mainstream  classrooms.  
Though  these  achievement  results  varied  according  to  the  program  type,  school 
environment  characteristics,  and  student  background  factors,  taken  together,  they 











  Additionally,  connecting  language  to  a  life  context  is  a  key  factor  in  successful 
language  education.    In  the  United  States,  programs  that  immerse  both  groups  of 
students  in  one  language  for  a  period  of  time  and  then  accompany  the  switch  to  a 
second  language with clear differences  in context‐‐such as the day of  the week or  the 
academic content being studied‐‐have been the most successful  in  terms of  long‐term 
language proficiency gains (Hadi‐Tabassum, 2006).     
Positive  results have been  reported  in evaluations of dual  language  immersion 
programs.  Actually,  dual  language  immersion  is  proving  to  be  the  most  inclusive 
approach  in  terms  of  students,  languages,  culture  and  literacy.  These  programs  have 
tremendous  potential  for  increasing  the  academic  achievement  and  second  language 
acquisition of mainstream and language minority students alike.  These programs have 
many  variations.  Some  offer  mornings  in  English  and  afternoons  in  Spanish,  others 




Additionally,  according  to  Pérez,  “studies  of  two‐way  bilingual  immersion 
education  found  that  students’  academic  achievement,  including  English  language 
development, was equal  to or exceeded  that of  their peers  in  transitional bilingual or 
mainstream  classrooms.    Though  these  achievement  results  varied  according  to  the 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program  type,  school  characteristics,  and  student background  factors,  taken  together, 
they  indicate  a  positive  trend  in  student  academic  achievement  and  attainment  of 
bilingualism” (2004).   
Dual  language  programs  that  continue  into  the  middle  and  high  school  years 
avoid  the  problems  of many  transitional  bilingual  education  programs‐‐i.e.,  the  tragic 
loss of communicative and literate abilities in the student's native language‐‐and foster 
more complex literacy including bi‐literacy (Jiménez, 2002). 
According  to  Lightbown  and  Spada,  many  children,  perhaps  the  majority  of 
children  in  the  world  are  exposed  to  more  than  one  language  in  early  childhood.  
Children who hear more than one language virtually from birth are sometimes referred 
to  as  ‘simultaneous  bilinguals’, whereas  those who  begin  to  learn  a  second  language 
later are referred to as ‘sequential bilinguals’.  There is a considerable body of research 
on the ability of young children to learn more than one language in their earliest years.  
The  evidence  suggests  that,  when  simultaneous  bilinguals  are  in  contact  with  both 
languages in a variety of settings, there is every reason to expect that they will progress 
in  their  development  of  both  languages  at  a  rate  and  in  a  manner  which  are  not 
different  from those of monolingual children.   Naturally, when children go on  to have 
schooling in only one of those languages, there may be considerable differences in the 





Furthermore,  there  may  be  reason  to  be  concerned  about  situations  where 







‘solution’ which educators often propose  to parents  is  that  they  should  stop  speaking 
the family language at home and concentrate instead on speaking the majority language 
with  their  children.   The evidence seems  to  suggest  that  the opposite would be more 
effective.  That is, parents who themselves are learners of the majority language should 
continue  to use  the  language which  is more comfortable  for  them.   The children may 





models  separate  the  two  languages  involved  into distinct  systems rather  than use  the 
languages  intermittently  throughout  daily  classroom  instruction.    The  dual  language 
immersion model has students process and acquire skills equally in both languages and 
generally  uses  both  languages  in  all  curriculum  areas,  but  not  at  the  same  time. 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Research  shows  that  both majority  and minority  language  students  in  such  programs 
score at high  levels on standardized  language  tests  in both  languages and outperform 
their  monolingual  peers  academically  by  the  time  they  reach  5th  grade.  Comparing 
monolingual  students  and  students  in  dual  language programs,  Collier  concluded  that 
learning a second language does not interfere with acquiring subject‐area knowledge or 
with maintaining one's first language, but rather enhances them (2005). 
According  to  White  Soltero,  studies  of  the  effectiveness  of  dual  language 
education have been well documented outside the United States, especially in Canada.  
In the United States, there has been a recent increase in empirical research conducted 
on  the  effectiveness  of  dual  language  education.    The  following  section  presents  the 
most current and compelling empirical  research on  the effectiveness of dual  language 
education on academic and  language achievement  for  language minority and majority 
students (2004). 
In  their  most  recent  study  on  program models  for  linguistically  and  culturally 










Furthermore,  Thomas  and  Collier  found  that  English  language  learners  who 
participated  in  dual  language  education  outperformed  comparable  monolingually 
schooled students  in academic achievement after  four  to  seven years  in  the program, 
even  monolingual  native  speakers  of  English.    Students  who  received  dual  language 
instruction  for  at  least  five  years  reached  the  50th  percentile  on  the  reading 
standardized  tests  by  fifth  or  sixth  grade  and maintained  this  level  of  performance  in 
subsequent grades.    The authors propose  that,  in order  for  students  to achieve grade 
level  competencies,  they  must  receive  at  least  four  years  of  schooling  in  the  native 
language and at  least  four  years of  schooling  in  the  second  language.    The  study also 
examined native English speakers’ achievement in dual language programs.  The results 
indicate  that majority  language  students  in  dual  language  programs maintained  their 
English, acquired a second language, and achieved well above the 50th percentile in all 
subject areas on norm‐referenced tests in English (cited in White Soltero, 2004). 
White  Soltero  explains  that  in  their  previous  cross‐sectional  and  longitudinal 
study  conducted  from  1982  to  1996,  Thomas  and  Collier  (1997)  had  examined more 
than 700,000 student records  in five  large U.S. school systems to analyze the effect of 
school programs and instructional variables on the long‐term academic achievement of 
English  language  learners.   They evaluated  five program models  for  language minority 
children: dual language; late‐exit with content‐based ESL; early‐exit with traditional ESL; 
pull‐out  content‐based ESL; and pull‐out  traditional ESL.    In ESL pull‐out programs  the 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students  are  pulled  from  the  mainstream  classroom  and  an  ESL  teacher  works  with 
them  individually  or  in  groups.    They  found  that  by  the  sixth  grade,  students  in  dual 
language  and  late‐exit  programs  were  ahead  in  English  achievement  compared  to 
students  in  early‐exit,  ESL  pull‐out  programs  or  traditional  ESL.    Furthermore, 
achievement  in  English  language  standardized  tests  for  students  in dual  language and 
late‐exit  programs  was  close  to  those  of  native  English  speakers  (around  the  50th 
percentile).    Students  in  early  exit  and  ESL  pull‐out  programs  scored  around  the  30th 
percentile on the same tests.  By 11th grade, students in dual language programs scored 






ELL student achievement in English language standardized tests in grade 11 according to 
program model (Thomas & Collier, 1997). 
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SECTION III: PROCESS OF IMPLEMENTATION   
A  number  of  sources  have  highlighted  the  key  issues  involved  in  effective 
implementation  of  elementary  TWI  programs,  including  student  population,  program 
design,  school  environment,  staffing,  and  instructional  strategies.    The  student 
population  of  TWI  programs  must  include  both  native  English  speakers  and  native 
speakers of a single minority language. The two groups of students should be fairly well 
balanced, with  each making  up  approximately  half  of  the  student  population  at  each 
grade, and with neither group falling below one‐third of the total class number at any 
grade level.  The school environment should maintain high academic expectations for all 
students,  encourage  parental  involvement,  and  demonstrate  clear  support  for 
bilingualism and multiculturalism. Staffing in TWBI programs is crucial, in particular the 
need to have certified teachers who have additional certifications in bilingual and/or ESL 
instruction who are  familiar with  issues of  second  language  learning and bilingualism. 
Finally,  instructional  strategies  that  promote  language  development,  interaction,  and 
mastery  of  academic  concepts  should  be  employed,  such  as  cooperative  learning, 
hands‐on  activities,  thematic  units,  separation  of  languages,  and  sheltered  English 
instruction,  which  is  an  approach  intended  to  make  instruction  in  English 
comprehensible  for  English  Language  Learners.    Students  learn  English  in  an 
environment “sheltered” from native English speakers.  Some of the methods employed 
by  the  teacher  include:    use  of  visuals,  gestures,  repetition,  and  frequent 
comprehension checks (Christian, Howard, & Sugarman, 2003). 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Parental and Community Involvement 
 
For  dual  language  programs  to  work  at  their  highest  potential,  parent 
involvement  must  be  viewed  by  both  families  and  schools  as  one  of  the  most 
fundamental components of implementation.  Beyond having a good conception of the 
program’s  basic  goals,  organizational  structures,  and  pedagogical  practices,  parents 
must  have  a  clear  understanding  about  their  own  critical  roles  in  supporting  their 
children’s  linguistic,  academic,  and  sociocultural  developments.    However,  educators 
must  be  cautious  about  traditional  definitions  of  parent  involvement  and  the 
assumptions that are implicit for students and families from linguistically and culturally 
diverse backgrounds.  Mainstream views of parent involvement commonly include such 
practices  as  attending  school  functions,  volunteering,  supporting  children’s  linguistic 
and academic development by assisting with homework and by  reading and providing 
other  enriching  opportunities  for  learning.    Parents  from  diverse  backgrounds  are 
sometimes  either  not  familiar  or  not  comfortable  with  these  conventional  forms  of 








All  TWBI  program  teachers  at  each  grade  level  need  to  make 
continuous use of parent  involvement activities at home.   This  is 
important  because  studies  indicate  that  teachers  of  first‐grade 
students  make  more  frequent  use  of  parent  involvement  in 
activities  at  home  than  do  teachers  of  third‐  and  fifth‐grade 
students. 
TWBI  parents  need  to  be  provided  with  detailed  strategies  of 
parent  involvement activities at home at al  grade  levels,  in both 
language  and  content  areas.    This  is  an  important  consideration 
because  studies  indicate  that  parents  receive  fewer  ideas  from 
teachers in the upper elementary grades and feel less capable of 
helping their older children in reading and math activities at home.  
The  trend  worsens  at  the  middle  and  high  school  levels  where 
parents might feel more reluctant to be involved.   










educated  backgrounds,  who  may  be  employed  or  unemployed, 





Consequently,  all  TWB  program  families  can  be  informed  and 
productively be  involved  in  their  children’s education,  regardless 
of family structure (Espino Calderon and Minaya‐Rowe 2003). 
White Soltero adds that schools should be responsible for providing information 
and  resources  that  can  facilitate  parents’  support  of  their  children’s  educational 
progress in dual language programs.  Often, parents who are monolingual or dominant 
in one language become concerned that they are incapable of helping their children in 
the  second  language.    Educators must  stress  to parents  the  importance of  continuing 
support  for  their  children  in  the  language  of  the  home,  and  provide  assistance  for 
supporting  the  second  language  through  such  activities  as  second  language  parent 
classes,  after‐school  homework  sessions,  reading  clubs  in  the  second  language,  and 
computer language programs (2004) 









Many  K‐4  TEACHERS  feel  at  a  loss  when  it  comes  to  teaching  their  English 
language learners (ELLs).    In spite of the growing linguistic diversity  in U.S. classrooms, 
teachers  in  general  are  not  being  adequately  prepared  to  work  with  students  from 
diverse  linguistic  backgrounds.  Reagan  (1997)  and  Zeichner  (2002),  among  others, 
discuss the urgency of providing some training in applied linguistics in teacher education 
programs. Several  scholars have  responded  to  this need,  sharing  their  knowledge and 
offering advice regarding working with ELLs. For example, Fillmore and Snow (2000) and 
Reagan  (1997)  outline  the  background  knowledge  teachers  need  in  areas  such  as 
language  and  linguistics,  language  development,  second  language  acquisition,  cultural 
diversity, and sociolinguistics (Curran, 2004).  
Furthermore, teachers and administrators who wish to be effective with Latino 
students  should  also  obtain  relevant  professional  development.  This  development 
typically involves completion of coursework, as well as relevant professional experience 
in  second  language acquisition,  English as  a  second  language, multicultural  education, 
and bilingual education (Curran, 2004).   
Educators who are effective with Latino students recognize the long‐term nature 
of  second  language  acquisition,  particularly  literacy  and  identity  development. 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Monolingual  individuals  typically  underestimate  the  amount  of  time  necessary  to 
become  fluent  in  a  second  language  and  culture,  particularly with  respect  to  literacy. 
Research (Collier, 1987; Thomas & Collier, 1996) suggests that students may attain full 
grade  level  proficiency within  as  few  as  two  years  but  also might  require  as many  as 
eight  years,  depending  on  factors  such  as  age  upon  arrival  to  the  United  States  and 
previous  academic  achievement  in  their  country  of  origin.  Overall,  however,  the 
attainment of age‐appropriate, grade level achievement in a second language is typically 
a 4‐ to 5‐year process (Jiménez, 2002). 
Ongoing  professional  development  opportunities  are  needed  for  all  staff 
members  who  work  with  Latino  students  as  well.  High  quality  professionally  derived 
information  concerning  the  academic  achievement  of  Latino  student  has  to  be made 
available  to  teachers  and  other  professionals  working  with  these  students.  These 
opportunities  can  be  created  through  cooperative  agreements  with  local  universities 
(Jiménez 2002). 
Opportunities to observe effective sheltered English teachers (teachers with Non 






The  instruction  given  in  the  early  grades  requires  critical  choices  about  which  early 
literacy skills to teach.  The NRC and National Reading panel indicate several core skills 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to  incorporate  into program design and execution:  identifying  initial  sounds  in words, 
rhyming,  developing  print  awareness,  recognizing  and  producing  the  letters  of  the 
alphabet  in  isolation,  associating  sounds  with  letters,  sharing  guided  reading 
opportunities, and incorporating blending skills into early word recognition and phonics.  
Proficiency  in  letter  knowledge and phonological  awareness are particularly useful  for 
educators, as these skills have been shown to serve as predictors of reading success in 
the later years (2006).   
Further,  research  indicates  that  another  essential  factor  for  educators  to 
consider  when  designing  and  implementing  an  instructional  model  for  literacy  is  the 
transfer of core skills from one language to another.  Even early readers use knowledge 
of  their  native  language  as  they  read  in  a  second  language.    In  Two  Way  Bilingual 
Programs, many  of  the  literacy  skills  taught  in  the  language  of  origin  transfer  to  the 
second  language.    Students  with  little  or  no  familiarity  with  a  second  language  can 
transfer  such  skills  from  their  native  language  such  as  isolating  initial  sounds, 



































































The federal No Child Left Behind Act requires that students take state 
assessments, which are written in English, after they have been in the country for more 
than a year.  With Buffalo Jones’ current program, in which Spanish speakers receive 
much of their instruction in their native language at the start, succeeding on a test written 
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in English has been difficult at the early grade levels.  The DL Program will better 
prepare students for these types of tests.  

















































































































Success of Program 
 
Together,  at  the  elementary,  middle  and  secondary  levels,  the  teachers, 
instructional aides,  tutors,  the school principal and school district administrators must 
work cooperatively and must integrate their programs, to provide effective and efficient 























the  speed with which a  child  acquires  a  language.    This was one of Chomsky’s  (1959) 
main arguments against  the behaviorist position:  the child  simply acquires a  language 
too  quickly  for  this  to  be  explained  in  terms  of  reinforcement  and  successive 
approximation.    He  cited  the  example  of  the  immigrant  child  who  has  no  difficulty 
acquiring the language of the new country, whereas the child’s parents—in spite of their 
strong desire  and motivation  to  learn  the  language—struggle  ineffectively with  it  and 
impose the phonology and syntax of their first language on the new one.   
The  child’s  language  acquisition  feats  so  impressed  Chomsky  and  the 





from about age two to puberty.   Before the child reaches age 2, higher  level  language 
acquisition is impossible because of maturational factors, and after puberty the natural 
acquisition  of  language  is  thought  to  be  blocked  by  a  loss  of  “cerebral  plasticity” 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resulting  from  the  completion  of  the  development  of  cerebral  dominance  through 
lateralization  of  the  language  function.    In  addition  to  this  biological  argument,  the 
ability  of  young  children  to  acquire  a  language  quickly  and  efficiently  and without  an 
accent is regarded as support for the critical period notion (McLaughlin, 1984).   
On  the  other  hand,  Ausubel  (1964),  argues  that  in  the  natural  settings  (e.g., 
home, neighborhood, school) where children are completely or partially immersed in a 
second language environment, it is true that they appear to learn the second language 
more  readily  than  adults  do under  similar  circumstances.    Actually,  however,  the  two 






Objective  research  evidence  regarding  the  relative  learning  ability  of  children 
and adults is sparse, but offers little comfort to those who maintain the child superiority 
thesis.    Although  children  are  probably  superior  to  adults  in  acquiring  an  acceptable 








aware  that  we  possess  any  new  knowledge;  the  knowledge  is  stored  in  our  brains 
subconsciously.   The research strongly supports the view that both children and adults 
can  subconsciously  acquire  language.    Also,  both  oral  and  written  language  can  be 
acquired.  In nontechnical language, acquisition is sometimes referred to as “picking up” 




process; when we are  learning, we know we are  learning.   Also,  learned knowledge  is 
represented  consciously  in  the  brain.    In  nontechnical  language,  when we  talk  about 
“rules” and “grammar,” we are usually talking about learning (Krashen, 1999).     
According  to  the  Kansas  State  Department  of  Education  (2009),  one  way  to 
ensure  that  language  learning  occurs  in  a  meaningful  context  and  that  language 
processing  goes  beyond  the  level  of  the  isolated  sentence  is  to  develop  instructional 
models where language and content are closely intertwined.  In recent years, numerous 
scholars  have  discussed  the  merits  of  content‐based  instruction  for  the  teaching  of 
foreign languages in the United States.  As previously mentioned, many of the principles 
of  content‐based  instruction  are  derived  from  those  used  in  the  design  of  immersion 
programs,  begun  in  Canada  in  1965  and  widely  used  in  teaching  of  French  to 





of  achieving  a  kind  of  two‐way  bilingualism  in  communities  with  large  minority 
populations.  Although the initial purposes for development of immersion and content‐
based  instruction  differed  in  Canada  and  the  United  States,  a  common  goal  of  such 
programs  is  the  development  of  significant  levels  of  language  proficiency  through 
experiential learning in subject‐matter areas.  
Content‐based  and  immersion  programs  in  this  country  have  been  most 
prevalent  in  the early  grades,  at  least  in  the  teaching of  foreign  languages  to English‐
speaking  children.    Programs at  the  secondary  school  level  and at  the university  level 
have been developed  for  the most part  to accommodate  the needs of  limited English 
proficiency  (LEP)  learners  or  to  help  non‐native  speakers  of  English  integrate 
successfully  into  English‐language  instructional  contexts  (Kansas  State  Department  of 
Education, 2009).    
In  1998,  the  Executive  Board  of  the  Kansas  Foreign  Language  Association 
initiated  a  project  to  write  foreign  language  standards  for  the  state  of  Kansas.  In 
cooperation with the Kansas State Board of Education, the project, Kansas Initiative for 
State Standards  ‐  Foreign  Language  (KISS‐FL) began. The  intent of  this document  is  to 
assist Kansas teachers in planning local curricula and assessments for foreign language. 
This  document  is meant  to  provide  a  curricular  focus  for  all  students  in  the  State  of 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development  in  second‐language  acquisition  research  ushered  in  a  profusion  of  new 
approaches. 
39 
1. The  Grammar‐Translation  Method  approach  to  language  teaching  was 
congruent with  the  view  of  faculty  psychologists  that mental  discipline 
was essential for strengthening the powers of the mind.  Originally used 
to  teach  Latin  and  Greek,  this  method  was  applied  to  the  teaching  of 
modern  languages  in  the  late nineteenth and early  twentieth centuries.  
Its  primary  purpose  was  to  enable  students  to  access  and  appreciate 
great  literature,  while  helping  them  understand  their  native  language 
better through extensive analysis of the grammar of the target language 
and translation.  The most obvious drawback of this method was the lack 







was  based  essentially  on  the  way  children  learn  their  native  language: 
language is  learned through the direct association of words and phrases 
with pictures, objects and actions, without the use of the native language.  




in  psychology  and  linguistics.    In  psychology,  the  behaviorist  and 
neobehaviorist schools were extremely influential in the 1940s and 1950s.  
At  the  same  time  the  structural,  or  descriptive,  school  of  linguistics 
dominated thinking in that field (2001).  
On  the  other  hand,  according  to  Omaggio  Hadley,  the  Natural  Approach  has 
evolved  to  some  extent  from  the  Direct  Method.    The  primary  emphasis  of  this 
approach  is  teaching  and  practicing  vocabulary  with  “little  emphasis  on  structural 
accuracy”(2001).  In recent years there has been some controversy over this approach, 
“with  some scholars  claiming  that explicit  instruction  in grammar  is not helpful  in  the 
classroom  and  that  errors  should  never  be  corrected  during  oral  activities”,  but  it  is 
suggested errors be corrected in written work (Omaggio Hadley, 2001). 
According  to  Lee  and  Vanpatten,  “There  are  three  essential  phases  to  the 
instructional framework:  Preparation (pre reading), Guided Interaction (during reading), 
and  Assimilation  (post  reading)”  (1995).    During  the  preparation  phase  of  this 
framework the teacher is activating the students appropriate Schemata the students are 
















In  the  following  section  you  will  find  five  Spanish  math  activities  and  three 
reading  English  activities  that  were  used  with  the  kindergarten  students  from  BJES.  
Along with the activities, I have included an explanation of what the teacher did before, 
during and after these activities.  Finally, I have made some recommendations according 























































































































































































































































































that  integrates  students  from  a  minority  language  with  students  from  the  English 
language  to  offer  instruction  in  both  languages.    This  way  both  groups  are  together 
during  the  language  instruction.    This  program  has  been  successful  since  the 




with  the  support  of  principals,  teachers,  staff  and  parents.    Furthermore,  at  least  75 
percent of the teachers, staff and administration are bilingual and the ones who are not 
have  participated  in  a  Summer  Foreign  Language  Academy,  which  provided  them 
opportunities to experience second language learning personally.     
In  order  to  complete  the  activities  presented  above  the  teachers  sometimes 
need  to  use  additional  strategies  to  facilitate  the  comprehension  process:    plenty  of 
visuals, repetition and hands on activities.  A bilingual classroom at BJES consists of half 
of the students being English speakers and the other half Spanish Speakers; therefore, I 
have  concluded  that  Lee  and  VanPatten’s  three‐part  framework  for  assisting  Second 
Language  L2  Learners,  explained  in  Section  V,  is  the  most  effective  one  if  used 
appropriately.    It  allows  for  the most  complete processing of both  language  skills  and 
the  classroom  materials  as  well.    The  teachers  need  to  provide  the  students  with 
opportunities  to  activate  their  schemata  and  check  for  comprehension,  and  then 



















































































































































































































































Lunch  Lunch  Lunch  Lunch  Lunch 
11:55‐
12:10 

















































Recess  Recess  Recess  Recess  Recess 
2:10‐
2:20 
Snack  Snack  Snack  Snack  Snack 
2:20‐
2:40 
Science or 
Social Stud. 
Whole Group 
 
Science or 
Social Stud. 
Whole Group 
 
Science or 
Social Stud. 
Whole Group 
 
Science or 
Social Stud. 
Whole Group 
Science or 
Social Stud. 
Whole Group 
 
2:40‐
3:30 
Art 
 
Library 
 
Whole Group 
 
Counseling  Whole Group 
 
3:30‐
3:45 
Review/songs 
Whole Group 
/closing 
Review/songs 
Whole Group 
/closing 
Review/songs 
Whole Group 
/closing 
Review/songs 
Whole Group 
/closing 
Review/songs 
Whole Group 
/closing 
 
